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Abstract—In 2012, the Lebanese Ministry of Education and Higher Education (MEHE) issued Decree No. 8924. 
Entitled “Project Community Service in Public and Private Secondary Schools”, the decree states that all 
schools should apply a mandatory 60-hour community service program across the three secondary school 
years. There have been scattered efforts to study how the Decree is being implemented across Lebanon, with 
no exhaustive and thorough study yet documented. This research sought to fill part of that gap by examining 
the experience of ten private Catholic schools. The research results were congruent with global educational 
policy implementation research and suggested future lines of inquiry specific to Lebanon. 
 
Index Terms—community service, Catholic education, educational policy implementation, policy-making, citi-
zenship 
 
I.  INTRODUCTION 
Education in conflict areas is sometimes perceived as being part of the problem rather than the solution (Bush & Sal-
telli, 2000). More specifically, education was found to play a role in both the development and exacerbation of conflict. 
On the one hand, evidence suggests that education is a human right that contributes to the promotion of social coopera-
tion and understanding and builds an internal collective solidarity (Pherali, 2019). The UNESCO Commission for Edu-
cation highlights the positive and civilizing power of education, revealing that it is a means to reduce poverty, crime, 
exclusion and ignorance, creating greater harmony in a community and fostering social peace (1997, p.11). On the other 
hand, education can also have a destructive impact (Bush & Saltarelli, 2000) and as per Sommer (2002), “many who 
conduct modern wars are expert at using educational settings to indoctrinate and control children” (p.8). Educational 
institutions sites of influence that help form the personality and outlook of their students and are sometimes abused for 
the purpose of establishing war propaganda. It is thus suggested that the purpose of educational institutions changes 
depending on the context and situation of the country in question, whether it is at peace or at war.  
The educational system has been advocating community service in the youth for social cohesion purposes and an 
overall development of the overall community. Research suggests that active involvement in community service pre-
dicts later civic engagement (Hart et al., 2007). For instance, it was found to help shape the students’ identity as many 
students do service at sites managed by non-governmental organizations (NGOs) as a response to social crises such as 
extreme poverty or homelessness. A study by Huda et al. (2018) disclosed that students’ engagement in community 
service was positively associated with the development of greater civic responsibility. Acquired civic values in turn 
contribute to their personal as well as social development as they start to identify themselves as individuals who are 
capable of positive public involvement. Furthermore, community service was established to be valuable for students’ 
self-exploration and the development of their leadership skills by providing them the chance to make meaningful 
changes and witnessing the consequences of their actions (Dewey, 1916). The latter highlights the significance of com-
munity service and how it can be beneficial on both a societal and personal level.  
Social cohesion was found to cater for societal needs in times of conflict (Aall & Crocker, 2019). It was stated by the 
UN Research Institute for Social Development that a government’s role should be to create programs encouraging na-
tional cohesion in order to improve social welfare and promote integration in shaping attitudes towards peace (2003). 
As an example, a study conducted in Lebanon explored the impact of community kitchens and their establishment in 
Syrian refugee camps. Results revealed that this act of service enhanced nutrition education among women in the camps, 
reduced social isolation and improved cooking and food management skills in low-income families in a context of war 
and displacement (Ibrahim, Abou Haidar & Jomaa, 2019). The latter displays how small initiatives can make a positive 
contribution to furthering the community’s interests.  
While the Lebanese Ministry of Education and Higher Education (MEHE) issued Decree No. 8924 “Project Commu-
nity Service in Public and Private Secondary Schools”, a gap in the literature still exists regarding its implementation in 
Lebanon. To our knowledge, no recent published study describes the experiences of schools when implementing the 
Decree and a study to tackle this would be the first of its kind in studying the impact of change on students, teachers and 
parents. Lebanon is a country that experienced a civil war for almost fifteen years. In addition to this, it is currently fac-
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ing a refugee crisis, with the influx of almost one million Syrian refugees in 2019. Opportunities for affordable educa-
tion are limited, and poverty sometimes leads to negative coping mechanisms such as child labor or child marriage. 
Based on past literature, the establishment of community service in conflicted areas can have a positive and significant 
impact on the wellbeing of the general community. At present, debates on the implementation of the Decree are arising 
and school headmasters are determining the risks and benefits of such a decision. Research on this matter contributes to 
literature by evaluating the extent to which the implementation of community service across Lebanese high schools can 
successfully meet the Decree’s aims of cultivating citizenship and social cohesion among students. 
In Lebanon, the main policy-making actors are the Parliament and the Council of Ministers. The Council is responsi-
ble for setting the general policy of the state in all domains, approving draft bills and decrees, and overseeing the im-
plementation of laws. In 2012, the Council approved the above-mentioned Decree Number 8924 (The decree states that 
all schools should apply a mandatory 60-hour community service program across the three secondary school years cov-
ered in the study (approximately 14 to 18 year-old students). From an educational perspective, global research examin-
ing the effectiveness of community service in schools and universities has been prolific. The general consensus is that it 
is an effective tool for the academic, personal, and social development of students. However, research examining the 
impact of community service on students remains scarce in Lebanon and the region. Moreover, there is a deficit in the 
MENA region in terms of studying the implementations of educational policies. This research seeks to fill in these gaps 
by examining the implementation Decree No. 8924 in light of existing research on policy implementation and the ex-
perience of ten private Catholic schools following the decree. 
II.  CONCEPTUAL FRAMEWORK 
A.  Education Policy 
The implementation of education policy is a complex and evolving process that requires and involves input from sev-
eral stakeholders. Measuring policy outcomes in education is particularly challenging, “because they take time to ap-
pear, and because it may be difficult to attribute learning performance outcomes to one specific policy” (Viennet & 
Pont, 2017, p.11). Moreover, “few studies actually document reform impact or can specify what factors contribute to 
the policy’s success” (Viennet & Pont, 2017, p. 11). As a result, governments, experts, and international organizations 
have come to acknowledge the necessity of focusing on implementation processes (Gurría, 2015; Pont, 2008; Schlei-
cher, 2016; Wagstaff, 2013). 
Unlike the policy itself, the implementation strategy is action-oriented and must be flexible enough to cope with the 
unexpected (Fullan, 2015). When examining action strategies in Mexico, the OECD (2010) found that successful im-
plementation was linked to the establishment of “a small number of clear, high-priority, measurable, ambitious but fea-
sible goals focused on student outcomes, which do not distort practices within the school system (e.g. teaching to the 
test)” (OECD, 2010). Barber (2008) also stresses the importance of defining and prioritizing targets (i.e. objectives 
linked to figures) for effective policy implementation. 
In fact, the design of an given policy is a main determinant in hindering or facilitating its implementation process, as 
the way in which a policy is formulated influences its enactment (Bell & Stevenson, 2015). Haddad and Demsky (1995) 
argue that policy development should be based on evidence and a solid understanding of the education sector in general, 
as well as the socioeconomic, cultural, demographic, and political contexts. Moreover, the policy’s underlying theory of 
change, or causal theory, is essential as it creates a narrative as to how and why the policy change will take place, and 
thus can guide and engage stakeholders (Fullan, 2015).  
Another determinant of the policy’s implementation is its context, i.e. the environment in which it is implemented, 
which can include institutional settings, existing policies and their complementarities, and events that can impact socio-
political trends. According to Pont (2008), the speed and extent to which a policy is implemented is determined by con-
stitutions, laws, rules, conventions, and norms or habits. Research also suggests that implementation is particularly af-
fected by the compatibility of educational policies: only when policies are compatible and coherent is change possible 
in complex systems such as the education sector (Mason, 2016; Pont, 2017).  
Research further suggests that policy actors’1 belief systems, interests, and motivations affect their perceptions and 
engagement with the policy (Malen, 2006; Spillane, Reiser & Reimer, 2002). In this context, Malen defines interests as 
“the complex web of values, views, orientations, dispositions, preferences, and convictions that shape their perception 
of public problems and the policy solution that may be attached to them” (Malen, 2006, p. 87).  
Pont highlights that when service providers, teachers, principals, and parents support a policy (rather than oppose it), 
its chances of effective implementation increase significantly (Pont, 2017). Moreover, the actors’ capacities play a sig-
nificant role in effective implementation. In a study conducted by Cheung and Man Wong, the teachers’ professional 
development and the principals’ leadership skills were found to positively affect policy implementation (Cheung & Man 
Wong, 2012). Equally influential are the schools’ organizational settings and their capacity: Bell and Stevenson (2015) 
argue that the manner in which organizations react to a given policy is shaped by organizational principles, structures, 
                                               
1 The implementers of a policy may be identified as “stakeholders” or “actors”, which can refer to both individuals and collective entities, whether 
formal or informal, across all levels of policy implementation.  
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and internal procedures. 
In light of these studies, this research seeks to examine Decree Number 8924, which holds that community service 
can positively impact students’ development by fostering and strengthening essential democratic values such as citizen-
ship, cooperation, social responsibility and accountability, as well as their personal and social identity. 
B.  Community Service, Education, and Citizenship 
Existing research supports the claim that participation in service activities offers a wide range of benefits, both for the 
service provider, or volunteer, and for society at large. For instance, the experience of serving others appears to increase 
empathy, commitment to community, empowerment, and self-esteem (Raupp & Cohen, 1992, p. 25). In an academic 
context, studies indicate that service activities open students to learning experiences that strengthen their interpersonal 
links with those they are serving, and that providing services enhances agency and social connections, moral-political 
awareness, as well as identity development (Yates & Youniss, 1996, p. 85). In fact, participation in community service 
has been linked to the development of both personal and collective identity by encouraging students to develop a deeper 
understanding of themselves through meaningful work with others (Rhoads, 1997; Yates & Youniss, 1997). 
More recently, research indicates that community service positively impacts the acquisition of social skills, personal 
growth and satisfaction, professional improvement, and civic development and responsibility, where the welfare of oth-
ers is enhanced by a collective effort (Watkins, Carnell, & Lodge, 2007, p. 11). Furthermore, community service was 
proven to be a valuable opportunity for students’ self-exploration and leadership development by providing a platform 
to take meaning from an experience by connecting the activity to its consequences (Dewey, 1916; Marks & Jones, 
2004; Rhoads, 1997). Research also shows that progress monitoring and evaluation to continually assess student learn-
ing and program goals are vital (Shumer & Duckenfield, 2004, p. 141), and that community service is highly efficient in 
setting and meeting a clearly defined need when students participate in planning and carrying out the assigned project 
(Bosworth, Ford, Anderson, & Paiz, 2016, p. 13).  
Thus, evidence supports the belief behind Decree No. 8924, that community service can positively affect students’ 
personal and social development. However, the success of the policy in meeting its goal of cultivating citizenship and 
strengthening civics education through community service alone is problematic, particularly in the Lebanese context. 
Citizenship education is built around learning to live together and requires the availability of “opportunities that al-
low students to engage in dialogic and collaborative practices informed by understandings of rights and responsibilities” 
(Akar, 2016, p. 291). Moreover, young people develop their capacity for a life of peaceful coexistence by learning how 
to engage in constructive dialogue and to participate in social change (Bush & Saltarelli, 2000, p. 54). Thus, schools can 
play a key role in enhancing students’ social cohesion and active participation through community service, especially 
since good citizenship is represented through high levels of engagement in community-building activities (Akar, 2016). 
However, research on civics education programs in Lebanon shows that the common practices of memorization and 
the adherence to prescriptive curricula were at odds with the very conceptualizations of citizenship (UNDP, 2008). 
Moreover, the various revisions of the Lebanese curriculum have focused on the learning and transmitting of infor-
mation with little or no emphasis on “the development of analytical, evaluation, critical thinking and other necessary 
skills and competencies” (Frayha, 2003, p. 84). Plus, according to Hart et al. (2007), requiring community service of 
students either as a condition of high-school graduation or as part of a class results in a dull, possibly resented, activity 
that cannot deepen the students’ commitment to the civic good (p. 200). 
Therefore, this paper seeks to evaluate the extent to which the implementation of community service across Lebanese 
high schools can successfully meet the Decree’s aims of cultivating citizenship and social cohesion among students. 
III.  METHODOLOGY 
A.  Participants 
The principals of ten private Lebanese Catholic schools participated in this study. The schools are located in Mount 
Lebanon, target middle-income to high-income earners, adopt English and Arabic as languages of instruction, and host 
an average of 2,000 students each. 
As mentioned previously, the socioeconomic and cultural context, as well as the institutional setting, play a major 
role in determining an educational policy’s implementation process. As such, having a homogenous sample allowed for 
more consistent results and limited interference from external variables. 
It should be noted that the study originally sought to include students through surveys and focus groups. However, 
the ten schools refused to grant permission to interview the students, which made it impossible to examine the students’ 
perception of community service and its impact. 
B.  Instruments 
Qualitative methods were used to gather and analyze the data in this study (Cohen, Manion, & Morrison, 2000, p. 
44). The interviews with the headmasters were guided by a semi-structured questionnaire that included three Likert 
scale items. The questions were based on existing literature and focused on examining the implementation process 
adopted by the schools, the challenges it entailed, and the perceived impact of community service on students. 
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C.  Procedure 
The researcher first reached out to high-schools she had collaborated with previously during her time as the principal 
of a Catholic school. Due to the political sensitivities of education research in Lebanon, many schools are cautious of 
being externally evaluated and are reluctant to answer questions about personal experiences; thus, it was important that 
other school principals, or the potential interviewee’s colleagues, personally introduced the interviewees to the study. 
Of the contacted schools, ten agreed to participate. The principals received a copy of the interview questions a week 
before the interview. Each principal was aware of the researcher’s background, had a copy of the research rationale and 
focus of the study, and was given a signed assurance of confidentiality. The interviews were conducted in each princi-
pal’s office and were recorded with their permission. 
One of the ten principals preferred to answer the interview questions in written form due to time constraints. Alt-
hough this poses a limitation to the study, the researcher agreed as the principal heads an international private school 
that has been implementing community service as part of its curriculum since 2010, i.e. before the Decree was issued. 
Moreover, only her answers to the Likert scale questions are considered here as the number of participants for a Likert 
scale question to be reliable and valid (effective at 10:1), i.e. 10 participants for each item (Schreiber, Nora, Stage, Bar-
low, & King, 2006).  
IV.  RESULTS 
In terms of the general feedback about the Decree’s implementation, three of the ten principals indicated that their 
experience was very difficult, six found it complicated and challenging, and only one claimed it was easy because the 
school already considered 60 hours of community service to be a graduation requirement.  
More specifically, the schools faced numerous administrative challenges and were incapable of complying with the 
Decree’s guidelines. For instance, nine schools faced strong opposition from teachers. Instructors were reluctant to allo-
cate time to community service hours at the expense of completing course content and refused to invest their time and 
effort in “trivial social work” that was a “complete waste of time”, according to one headmaster. 
Nine principals also faced administrative opposition to integrating the 60 service hours into the curriculum. The ad-
ministrators argued that they had a program to accomplish in order to prepare their students for the Official Baccalaure-
ate II exams. In an attempt to overcome these challenges, three schools suggested conducting community service hours 
during vacations and weekends, which was demotivating for both students and teachers. Consequently, the 60 hours of 
community service stipulated by the Decree were not fully implemented and the students’ reports were not completed. 
Six principals insisted that community service should be legally integrated into the curriculum and not taught as a 
separate entity. In their view, it should be conducted as an interdisciplinary project involving all teachers and across all 
subjects. One principal noted that community service must be mandatory. He claimed that there is a need to shift para-
digms and to integrate the concept of community service into Lebanese culture stating that “when people become accus-
tomed to the concept of community service, it can be turned into an optional activity in schools”. 
Eight principals perceived the absence of specialized community service units in their schools as a major obstacle for 
implementation. As such, the administrative follow-up with students and with external institutions had to be conducted 
by the schools’ social service staff due to budget restrictions. 
Nine principals attested that one of the most prominent challenges was the mentality and culture of what one called 
“traditional Lebanese society”. According to them, community service is not well regarded by mid- and high-income 
Lebanese families, as if a child works while a student it is considered demeaning and humiliating to the parents.  
Three principals were faced with issues of social class conflict. The school's wealthy families did not want their chil-
dren to “mingle with and serve poor people”, or to collect garbage, for instance. They wanted their children to “assist 
dentists and work as interns in banks” rather than attend institutions involved with social affairs.  
Six principals experienced resistance from middle-income families pertaining to the importance of community ser-
vice in their children’s lives. The parents believed that their studies were of primary importance and that community 
service hours were a waste of time. 
In terms of the community service activities that the schools were capable of implementing and completing, they 
primarily targeted neighboring communities in need, including refugees, children, and the elderly. While one school 
visited a Palestinian refugee camp where students helped paint houses, another organized for its students to provide 
after-school English lessons to young Syrian refugees. Through other projects, students helped disabled children sup-
ported by Anta Akhi, an association that tends to children with disabilities in Lebanon and supports their families, with 
their homework. Some schools coordinated with Caritas Lebanon to allow for students to help during their food drive 
by delivering donations to shelters. One school in particular focused on ecological issues pertaining to garbage recy-
cling. Students visited all the houses in the school’s neighborhood and explained the importance of recycling, as well as 
the process of separating garbage and using the proper bins. As for the elderly, one school’s students raised funds and 
invited 20 seniors to a lunch they prepared followed by entertainment activities they had organized beforehand. 
As for the impact of community service on students, all ten principals reported difficulty in quantifying these effects. 
They admittedly formulated their views based on their personal observations and the reports they received from stu-
dents. 
Eight principals attested that they witnessed an increase in social commitment among the students. Four reported that 
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some students even went to volunteer outside their local area during the summer.  
All ten principals stated that empathy was very hard to measure and observe. They rated empathy development 
through the students’ willingness and readiness to participate in community service along with their efforts in under-
standing and caring for others as reflected in their reports and oral presentations. 
Nine principals reported that a significant increase in their student's appreciation of diversity was noted through the 
students' attitudes and written reports. For instance, the principals cited statements such as “a Syrian refugee can be my 
friend because he can teach me new things”, and “a Muslim student in my class is very helpful and taught me how to 
work better in a group to better support the others”. 
Seven of the ten principals attested that a significant increase in the students’ sense of responsibility was tangible 
through their reports and attitudes towards interdisciplinary projects related to community service. 
When asked about the link between community service and civic education, active citizenship, and social engage-
ment, the nine interviewed principals recommended that students conduct service hours in their own communities. They 
claimed that such direct involvement would increase coherence and cohesion within the community, and through ser-
vice, all parties would be working hand in hand to enhance the quality of life of the less fortunate and needy. 
V.  DISCUSSION 
This research examines the implementation of Decree 8924 in ten private Lebanese Catholic schools. With the excep-
tion of one school, which already required community service as a graduation requirement for the International Bacca-
laureate, all the interviewed principals reported that policy implementation was difficult, if not impossible, due to nu-
merous challenges.  
Within the schools, principals faced strong opposition from both the teachers and the administration. The study’s re-
sults are congruent with existing literature on stakeholder impact on policy implementation (Pont, 2017; Bell & Steven-
son, 2015). Moreover, research suggests that stakeholders’ belief systems, motivations, and interests (values, views, 
orientations, dispositions, etc.) shape their perception of public policy and determine their engagement (Malen, 2006; 
Spillane, Reiser & Reimer, 2002), which was observed through the reactions of teachers and parents alike. Furthermore, 
all the principals highlighted their lack of organizational readiness to successfully implement the policy, whether in 
terms of budget or specialized units; a result that is in line will Bell and Stevenson’s research. 
However, an interesting finding of this research was the unanimity of the opposition from the schools’ administration, 
the teachers, and the parents. All three groups appear to agree that academic learning is more important than community 
service. For instance, instructors refused to “waste time” at the expense of course programs, and some parents preferred 
their children to study rather than serve others. This collective valuing of academic learning over social service suggests 
a cultural determinant of the policy’s implementation. Moreover, unlike previous studies that highlight the role of a 
policy’s complementarities, and their compatibility with other laws, rules, conventions, and norms (Desimone, 2002; 
Mason, 2016; Pont, 2008; Pont, 2017), this study suggests a hierarchy of values: in this case, the value of academic 
learning supersedes that of community service. 
Identifying the reasons behind this apparent hierarchy is beyond the scope of this research. However, several inter-
pretations can be hypothesized. First, academic achievement is generally highly valued in Lebanese society. One possi-
ble reason for that is the cultural correlation between academic success and career development. Second, it was clear 
from the interviews that community service was perceived as mere volunteer work that bordered on charity. The priori-
tizing of self-development over social development can be related to the broader individualistic culture and the residue 
of the Civil War mentality of “every man for himself”. Additionally, the following should be noted: it was interesting 
that, even when understood as a form of charity, community service gave way to academic learning, especially in the 
context of the Catholic schools in this study. As such, the effect of religious affiliation on how community service and 
academic learning are perceived requires further research.  
The (mis-)understanding of the nature of community service can also be linked to the ambiguity of the policy’s lan-
guage and rationale. On the one hand, the Decree did not connect its objective (to enhance social cohesion and civic 
engagement) to its tool (community service). In other words, there was no underlying theory of change (Fullan, 2015), 
as the Decree failed to explain how and why community service would result in change. In addition, legislators failed to 
connect community service to the educational setting. The Decree stipulated the implementation of community service 
during course hours, and in compliance with the curriculum; it did not advocate a service-learning model but sought the 
mere complementarity between the type of service performed and the curriculum’s objectives (more specifically, the 
objectives of particular subjects such as languages, social studies, civics, and arts). The lack of a clearly defined service-
learning model could explain why teachers and principals recommended the integration of community service into the 
curriculum. 
In terms of the impact following the integration of community service into schools, principals claimed an increase in 
social commitment and empathy, as well as an enhanced sense of responsibility and respect for diversity among stu-
dents. However, the researcher was denied access to interview students about their community service experience. This 
denial could imply a certain lack of transparency on the part of the schools and raises questions as to the democratic 
values they are fostering (interfering with the students’ freedom of expression for instance by not allowing them to par-
ticipate in the study). More importantly, self-reflection, critical evaluation, and participation in dialogue (Akar, 2016; 
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Bush & Saltarelli, 2000; Frayha, 2003; Hart et al., 2007) have all been identified as essential components of community 
service and citizenship education. The schools’ refusal to allow the researcher to interview students could be interpreted 
as a failure to provide them with the chance to fully benefit from their community service experience and to grow as 
citizens. 
Nonetheless, taking the principals’ feedback at face value, there were two specific elements of diversity that the stu-
dents reported: some of the students appear to have gained a certain appreciation and respect for religious and national 
diversity. The extent to which this valuing of diversity is impactful and sustainable requires further examination. There 
seems to be some foundation for the Decree’s logic of implementing community service in order to foster respect for 
diversity. However, it is far from clear that community service can counter the culture of corruption, inequality, and 
sectarian divisions that the Decree sought to address. In fact, this very same culture seemed to hinder its effective im-
plementation. For instance, parents protested their children’s participation in numerous service activities because they 
are perceived as degrading and “beneath” their social status. Instead, they preferred their children to assist dentists or 
bankers. While this preference might stem from the parents’ desire for their children to acquire direct professional ex-
perience, it can also be related to social class issues and conflicts.    
Finally, the research revealed the existence of a powerful stakeholder in education policy implementation, namely 
parents. While previous research acknowledged the role parents play in supporting or objecting to policies, this study 
showed their influence on school administrations and the pressure they were capable of exerting. While this observation 
could be related to the cultural context (it is not uncommon for Lebanese parents to be directly involved in all aspects of 
their children’s lives), it requires and deserves further examination. 
VI.  LIMITATIONS OF THE STUDY AND SUGGESTIONS FOR FUTURE RESEARCH 
This study sought to examine the implementation of Decree 8924 in Lebanese high-schools. The research consisted 
of interviews with the principals of ten private Catholic schools, a factor which could affect the representativeness, va-
lidity, and reliability of the results on a national scale. Additional quantitative research could involve a wider and more 
inclusive sample to support the results and to better understand the impact of community service on students and the 
educational community as a whole in Lebanon. 
Although the ten schools were from different regions, i.e. from urban and rural areas within Mount Lebanon, they 
were all private schools with students of a relatively high socio-economical status. Future studies need to include a more 
varied sample, including students from different socio-economic backgrounds as well as public and private schools 
throughout the country. Moreover, further research should compare schools with different religious affiliations. 
This research was a case study, which is a natural limitation when exploring educational and teaching experiences 
(Cohen, Manion, & Morrison, 2000, p. 167). The principals appeared transparent and honest when noting many of the 
challenges faced while attempting to apply the Decree; however, they might have chosen to report on the positive expe-
riences taking place at their schools rather than reporting on any extremely negative instances.  
Additionally, the refusal to allow the researcher to interview students raises questions as to the interviewed princi-
pals’ transparency. Although schools must safeguard students’ privacy, the impact of community service cannot be fully 
studied without their participation.  
A future study could further determine the accuracy of the data through triangulation, by comparing the attitudes of 
principals, teachers, and students.  
Finally, although the principals reflected on specific incidents that took place while applying the Decree in their 
schools, future on-site observation could validate and expand the data gathered in this study.  
VII.  CONCLUSION 
There have been scattered efforts to follow how Decree 8924 is being implemented across Lebanon, with no exhaus-
tive and thorough study yet documented. This research seeks to fill this gap by examining the implementation of com-
munity service across ten private Catholic schools. The researcher sought to explore if these schools were capable of 
implementing the Decree and the different types of challenges they faced during implementation. In parallel, the author 
was interested in evaluating the Decree’s success in reaching its objectives, especially in terms of cultivating citizen-
ship. The research results were congruent with global educational policy implementation research and have resulted in 
suggestions for future lines of inquiry specific to Lebanon. 
APPENDIX.  EXCERPT FROM CERD’S (CENTER FOR EDUCATIONAL RESEARCH AND DEVELOPMENT) DECISION UNDER 
DECREE NO. 8924 
Article Number 1: 
The project of “community service” is applied in all private and public high-schools starting the academic year 
2012 – 2013 
Article Number 2:  
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The “community service” periods in the secondary cycle are set for 60 hours of effective service applied during the 
3 years of secondary education. It is possible to apply those periods during 2 years instead of 3, on the condition 
that the periods of effective execution do not exceed 40 hours in one year.  
Article Number 5:  
Scheduling of the execution periods of “community service” occurs as follows: 
-Planning, preparation, and discussion periods are held during regular school opening hours 
-Periods of actual execution of the project occur outside school working hours 
-Periods of assessment of general and specific concepts and principles acquisition as well as good execution and 
skills acquisition are conducted during regular school opening hours 
Planning, preparation, discussion, and assessment periods are allocated 10 to 15% from the total periods allocated 
to the project.  
Article Number 6:  
The execution of “community service” projects starts at the beginning of the academic year and ends during the last 
week of June for First and Second Secondary classes, and at the end of May for Third Secondary classes. 
Article Number 7: 
The theme choice and execution periods of the “community service” projects happens in concordance with the dif-
ferent goals of the subject matters and their related content. Furthermore, students’ preferences and their interests, 
capabilities, and execution possibilities should be kept in mind. The choice and execution of the projects should be 
based on the diversity of fields listed in Decree number 8924, dated 21/9/2012, to offer diversified opportunities 
that will meet the needs of the individuals and society as a whole.  
Article Number 8:  
A team should be formed in each high-school, headed by the principal, or a person that represents him/her, to study 
the concerned students’ suggested projects, to choose the most appropriate ones, and to define the execution mech-
anisms as well as the relative follow up inside and outside the high-school. The team should encompass between 3 
and 5 teachers depending on the number of categories and the diversity of the projects.  
Article Number 9:  
The choice of the above mentioned team members in Article 8 should be based on:  
-Teaching experience not less than 3 years in the secondary cycle 
-Having a wide general knowledge background, an open mind and communication skills; along with commitment 
to their job and readiness to bear responsibility and follow it up.  
-Good command of the Arabic language and either/or French or English  
-Readiness to actively participate in activities inside and outside the school 
-Realization of the importance of community service and its impact on student/citizen upbringing  
Article Number 10:  
Choosing the teachers who will be on the team is done based on the subject matters they teach and that represent 
the objectives and contents of “social service”. Those subjects are: languages, social studies, physical education, 
arts and diverse activities.   
Article number 11: 
The tasks and responsibilities of the team are defined as follows:  
-Taking part in the choosing the projects based on the students’ suggestions, interests, and preferences.  
-Contributing in discussing the chosen projects and providing any necessary clarifications.  
-Keeping record of models and lists relative to the chosen projects’ titles and the participating students. 
-Making the necessary contacts with the centers or organizations where the projects will be executed. 
-Participating in providing adequate explanations for good execution as well as facilitating students’ tasks to obtain 
relative information.  
-Following up on projects and keeping up with their progression to provide opportunities for success. 
-Partaking in the process of evaluation that occurs after finishing the projects.  
Article Number 12:  
The cost of the execution and requirements of the community service projects is covered, when needed, from the 
quarterly activities students perform, from donations that are allocated for these projects and other similar projects, 
and from the high-school fund that covers the extra-curricular activities’ expenses .   
Article Number 13:  
The working hours of the “team” is set as part of the decreased periods (deducted from the total of the working 
hours assigned by the law at the secondary level) allowed for teachers as stipulated in Law number 156 dated 
17/8/2011 and as part of the extra-curricular activities that are effected during the gradual decreased periods as per 
the provisions stated in Decree number 5334 dated 5/11/2010.  
Article Number 14:  
The team evaluates the projects’ execution in order to check the students’ acquired skills, their performance, and 
their successful execution of the project along with the extent of their evolution in different societal situations.  
Article Number 15:  
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The principal of the high-school should submit to the Directorate General for Education by the end of June of each 
year at the latest, a list with the students’ names who completed the “social service” projects with the relative pro-
jects’ titles along with the organizations that cooperated in the execution process. This list should rely on official at-
testations signed by the people in charge in those organizations or instances. Obtaining the graduation certificate of 
the general high-school degree, in all fields, is associated with the student’s completion of the effective social ser-
vice periods outlined by this decree. 
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